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A RATIONALE FOR TEACHING SPEECH AND THEATRE
C. Irvin Parmenter

Department of Speech, Communication & Theater Arts
University of Minnesota, Duluth

We live in a time of the information explosion and the mobiletic

and eleclTonic revolution, a time when knowledge becomes obsolete almost
as fast as it is produced. (1:1) Innovation and change characterize the
school cuiTiculum in almost every field of study. Through media such as
television, radio, and motion pictures, society is increasing the value it
attaches to oral modes of communication. (2) (3:260)

Within the language arts, we are more concerned than ever before

with student development in speech communication. This concern is
justified for several reasons:

1. MCDERN TEGHNCLCGY INCREASINGLY INVITES MAN TC BEHAVE

AS A SPEAKER AND LISTENER-VIEWER. Research indicates that modern
man spends approximately seventy-flve percent of his communication time

in speaking and listening. (4:6-10) Studies conducted by Paul Witty have
revealed that high school students spend an average of twelve to fourteen

hours per week viewing television outside the classroom. (5:134) (6:528)
Today's student views protests, sit-ins, war and other kinds of "body
rhetoric"; he witnesses heroes and demogogues engaging in verbal combat;
he forms opinions and espouses causes on the basis of what he sees and
hears through media that communicate with greater impact than has been
heretofore realized. Truly, this is an age of instant communication.

Not only has modem technology increased the frequency of our partic

ipation in speaking and listening-viewing modes of communication, it has
caused us to attach new and greater importance to the spoken word. In

the past a word spoken disappeared forever in the air; but modem recording

devices make instant replay and analysis possible. Like writing, speakers

and speaking can now be studied critically, analytically, and scientifically.
Such study is partially responsible for the growing emphasis upon speaking
and listening-viewing modes of communication.

2. SPEECH IS MAN'S PRIMARY LINGUISTIC SYSTEM THAT HAS SOCIAL
and personal FUNCTIONS. While current research in psycholinguisties

suggest that neither writing nor speech has primacy, speech comes closer
to it. (7:4) But speaking and listening are learned so early in life that
we take them for granted. We need to be concerned with oral modes of
communication as primary means of social action, developing a selfimage, and learning.

Social action is probably the most obvious function of speaking and

listening. Society is not a set of isolated units, but rather a collection
of interrelated groups in which individuals assume various roles. Hence,
we as teachers need to concern ourselves with the behavior of people in

small and large groups. Some scholars would argue that our most valuable
resource is the multiplicity of groups we find in the home, school, commu
nity, and government. (8)

It is not necessary to indicate all the situations in which groups
function to make the point that the study of communication patterns, uses,

and skills is small and large groups is essential if we are to function more

effectively as individuals. Whether we seek casual conversation, catharsis,
information, policy decisions, or action, it is difficult to realize our

goals in communication in groups. We must cope with highly complex
problems of human interpersonal relationships.

A different but equally important role of speech is its contribution

to the development of a concent of self. Through speech we learn to

define who we are, what we believe in, and how we affect others. (9:35)
The infant first develops a body-Image when his mother names and touches

various parts of his body, but he soon learns that there are other dimensions

to his existence besides the physical one. Personal rights and wishes are

expressed with the growing use of personal pronouns until gradually the
child becomes someone apart. He names himself. He reminds himself
that he is unique. Then he explores his uniqueness by trying on various

roles—the teacher, the father, the neighbor. By talking with these other
"selves," the child learns to approach problems from different perspectives.
Even as adults we use speech to discuss with ourselves who we are
and who we would like to be. We attempt to convince others that our

ideal self-image is the real us. We monitor what others say about us and
how they react to us. If we meet with success in communicating with
others our self-image is enhanced. If we meet with failure or frustration,
our self-image is threatened.

Speech is also a means of learning. Learning is evidenced by speech,
but it is also brought about through speech. It has been pointed out that

the first glimpses of learning are found in what people say to each other.

(10:81) We symbolically structure and shape our experience through oral
language. Using a student-teacher conversation in a science classroom,
Britton suggests several phases of talking to learn. (11:81) First, there
is talk in smaU groups concerned with description and explanation. In

this phase students will observe, describe, and attempt to explain a
phenomenon by responding to open-ended teacher questions. "The move
ment in words from what might describe a particular event a generalization

that might explain that event is a journey that each must be capable of
taking for himself—and it is by means of taking it in speech that we learn
to take it in thought." (11:114) Second, there is an attempt to weigh or
consider the alternative explanations through talk, and the devising of
means to verify the explanations. Third, x-erification is accomplished

through experimentation, but even here the student talks himself through
each step. Britton summarizes his observations as follows:

The task is not that of learning a language: rather it is that
acguiring by the agency of the language the ability to
om
those mental operations I have been talking about. A child

language is the means: in process of meeting new demands—and
being helped to meet them-his language takes on new forms
that correspond to the new powers as he achieves them. (11.115)
These observations are similar to the Russian classiacation of nar

rative speech which is reviewing experiences, shaping and interpreting

them, and planning speech which has a regulatory function. In the latter,
saying what we are going to do influences what we actually will do.
One of the most significant hypotheses advanced by Soviet research in
developmental psychology is that speech plays a primary role in the

development of mental processes and in the regulation of our behavior.
(12)

3. HUMAN SYMBOLIC INTERACTION IS UNIQUE IN THE ORAL MODES
OF COMMUNICATION. There is little doubt that the printed word will
continue to have great influence upon our ideas and actions, but with the

invention of print, literacy became the goal of education. It was assumed
that correct skills in grammar and composition learned in writing would
transfer to oral modes of communication, but research no longer allows us

to accept this assertion. So strong has been the demand for more instruction
in speaking and listening that some educators have invented the neologism

"oracy" to parallel "literacy," and to draw increased attention to the oral
communication skills. (14:11)

There are numerous interrelationships among the language arts.

Notable among these are: (1) Oral language is a base for successful read

ing and writing. (15:88) (2) A natural learning sequence should be followed
in that development of skill in oral language should precede development

in reading and writing. (16:338) (3) Listening and reading are closely
related and utilize similar verbal factors. (17:16) (4) Ability to utilize
subordination and movables in oral expression is closely related to ability
to comprehend written language. (18) (5) Students who read well are
ones who in oral language use fewer short utterances, show more dexterity

in syntax, express tentativeness more frequently and in a variety of ways.
(19:102) (6) The quality of writing is dependent upon one's quality of
oral language. (17:15) Because such relationships exist, the instruction

in speaking and listening modes of communication should be integrated
with instruction in reading and writing whenever common skills are to be
stressed.

On the other hand, differences do exist among the language arts.

Speaking and listening are unique modes of communication. Hence, compe
tence in written language is not necessarily transferred to skill in oral

language. On the contrary, competence in oral language is a prerequisite
of the highest order for competence in writing.

The differences in speaking and listening start with the neurophysical
mechanisms. We use different organs and motor skills in oral communi

cation. In addition, our use of language is different. For listening and

speaking the student must know words by their sounds. In speaking, we
draw on our own resources of language and arrange words in ways that we
think will convey meaning to others. In listening, we must follow the

thoughts that emanate from another person at a rate that we cannot control.
Another difference stems frcm the fact that speech and listening are learned
in the home and the neighborhood, hence development in these areas

follows a more irregular course than development in writing and reading.

Joseph Mahaffey has summarized differences between oral and written
mcJies of communication according to different factors: (20:196) Some of
the consideraUons are: (1) The time for reaction (feedback) in oral commu
nication is more immediate than in written communication. (2) Contact

between senders and receivers is direct in oral communication. (3) The
rate of communication is controlled by the sender in the oral mode, but

by the receiver in the written mode. (4) The vocabulary for oral communi
cation may be more colloquial. (5) The audience is more likely to be known
in oral communication but relatively unknown in written communication.

(6) Repetition is necessary in oral communication, optional in written
communication.

Andre Martinet has pointed out that writers are more precise than

speakers probably because writing leaves a more permanent record than
speech. (21:122) We believe that as the use of devices for recording
oral and visual human behaviors increase, speakers and listeners, too,

will need to be more concerned with precision of encoding and decoding

messages, and that the problems encountered in gaining such precision
are unique enough that oral modes of communication deserve direct in
struction in the secondary school academic classroom.

4. EFFECTIVE SPEAKING AND LISTENING-VIEWING BEHAVIORS CAN BE
LEARNED AND NEED TO BE TAUGHT IN THE SCHOOL. Speech and listen

ing are learned; therefore, they can be taught. Speech and listening are
means of learning; therefore, thev must be taught. Unlike reading and

writing, however, speaking and listening behaviors are learned early in
the child's life. The teaching agents are parents, siblings, neighbors,
and the child himself. Conditions for learning in early childhood are so
diverse that one may well wonder whether speech and listening behaviors
have been taught or caught.

We know that by the age of four most children have reasonable lin

guistic competence. They have learned most of the phonology and syntax
of their language. (22:31) The schools will aid the child in learning more
words and more intricate sentence patterns; but just as linguistic compe
tence will be improved, so must be communicative competence.

This is the predicament we face in speech communication education. We

recognize that the processes of speaking and listening are learned in the
home, but the school should be concerned with the uses of speech commu
nication. Teaching the uses of speech communication may well be the

responsibility of all teachers, but it is the particular province of the
teacher of speech and drama. Schools will realize the goal of developing
each student to his maximum potential according to his unique nature if
students receive systematic qualified instruction in oral modes of commu
nication.
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CREATIVE DRAMATICS AS A TEACHING TECHNIQUE
Frances S. Langford

Department of Speech
Iowa State University

People are what they experience. They learn about ideas, objects,
behaviors, and relationships by working with and manipulating them.

They learn about love by experiencing warm relationships of give and
take. An infant learns to grasp by grasping. A child learns to skip by

skipping. A person learns the penalties and rewards of his behavior by
observing and experiencing, by acting and gaining a response. He under
stands his world by putting things together in his own way, according to

his own perception, according to his past experiences. When the pieces

he puts together fit, they provide new meaning, deeper insight.
In the struggle for maturity the young intellect needs freedom to

question, to explore, to reach out. A child needs to work with and manip
ulate ideas, objects, behaviors, and relationships. He needs to realize
what he is capable of doing on his own. He needs to rehearse the adult
world he is fast approaching. The encounters and adjustments in every

day life become a part of him: he is what he is because he does what
he does. His potential, his fulfillment in the adult world, is developing.
If nothing succeeds like success—does nothing fail like failure? Many
frustrated, unfulfilled adults lacked opportunities to question, to ex

plore, to reach out and to discover for themselves. Are we giving our
children cut flowers when we should be teaching them how to grow their
own? Creative dramatics can provide a variety of experiences to help
children on their rocky road to adulthood.
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Creative dramatics is a teaching technique designed to allow the

individual freedom of expression, freedom to experiment with ideas and
behaviors in an atmosphere of acceptance. Creative dramatics exercises

can provide a wide range of encounters with which to experiment without
paying reality's price. Through creative dramatics a child can test a
solution to a problem without taking the risk of reality. For example, one

child may play a drum with no pattern, no plan, while others do the same
with other instruments. In a discussion of the resulting noise a comparison

to music can be made. A follow up of this experience can lead to the dis

covery of analogous situations: chaos in playground discord; lack of

preparation for a field trip; lack of organization for an activity; lack of
rules for games: limited only by the teacher's supply of ideas, experience
and time. Thus, through noise and music a child learns about discord
and the need for planning and for pattern. And through such creative
dramatics exercises the child relates to others, relates one subject to
another, and relates classroom activities to the real world.

Creative dramatics provides opportunities for a child to increase his

awareness of himself, other persons and his environment; to exercise his

imagination and creativity; and to develop his resourcefulness and po
tential. First, creative dramatics provides avenues for self-expression.

Experience In a variety of situations; practice in feeling, reacting, think
ing, speaking, and moving; and involvement in the outcome will increase
his confidence in his ability to meet the new and unknown. A child will
have opportunities to seek alternative avenues for self-expression in

providing an emotional outlet. The chance to play out distorted and immatwe behaviors will make room for more mature ones. A child becomes
his own individual.

Secondly, opportunities to prepare for life by rehearsing it through
exploring situations, characters, and moods help a child learn social
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skills, become more aware of others. He tries on a variety of roles, he
reverses the roles he usually takes, in an attempt to empathize and under
stand others. He also learns the value of self-discipline and cooperation
in dealing with others. A child becomes a social being.

Thirdly, from a variety of creative dramatics activities a child can
learn about his environment and his relationship to it. Such activities

can relate the child to others and to his environment resulting in a view
of the totality of life. Creative dramatics, as a teaching technique for
reaching a child on his level of capability, can provide him with oppor
tunities for experiencing success, by channelling his energy into achieve
ment. Creative dramatics helps a child assimilate reality as he sees it

and to express his relationship to his world. It helps him come to terms with
himself, others, and his environment.

In all this, as he encounters and becomes involved with ideas, ob
jects, behaviors, and relationships, a child is increasing his awareness,

exercising his creativity and imagination, and developing his potential
and resourcefulness. A child is gaining enrichment from within and from
without.

Some of the above values of creative dramatics may be outlined as
follows:

I.

Awareness

A.

Awareness of self

B.

Awareness of others

C. Awareness of environment
II.

Creativity

A. In idea development and expression
B.

In discovery of something new

C." In discovery of new use or relationship for something old
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III.

Use of Body
A.

Observing others

B.

Observing animals

0. Observing inanimate objects
D. Pantomime

IV.

Use of Voice
A.

Articulation

B.

Projection

0. Variety

V.

D.

Flexibility

E.

As an instrument

Sensory Awareness
A.

Aural

B.

Visual

C. Tactile
D.

Olfactory

E.

Taste

The ideas and the materials for creative dramatics exercises are limited

only by their social acceptance by the group. The sky~or the imagination
of the leader and the participants-is the limit. The difference between

an examination for undergraduates and for graduate students was expressed
as "you ask the same questions but expect different answers." In para

phrase, the same creative dramatics exercises may be used for young and
old but for different objectives, for different responses and with different

expectations. A first grader may dramatize a story for the joy of using

his imagination and his body to slither like a snake in tall grass. A ninth
grader may dramatize the same story to analyze the motivations of the
snake, to develop a character, to express a mood, or to create dialog.
With this adaptability and flexibility in mind, the following exercise ideas
are shared.
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I.

Awareness

A.

Self

1. What parts of your body can you move independently,
one at a time?

2. What parts of your body can you move simultaneously,
all at once?

3. Move about and react to a large space. Move about and
react to a confined space. Compare feelings and
reactions.

4. Move about and react to touching and being touched by
self, others and environment. Discuss feelings and
reactions.

B.

Others

1. Observe the body language, the non-verbal communication,
of others.

2. Reverse roles, i.e., child to parent, student to teacher,
leader to follower.

3. Role-play a conflict on the playground; an appeal for
use of the auditorium after school; declining an invitation.
0.

Environment

1. Study the shapes, angles, planes, colors, and textures
in nature.

2. Listen to sounds, both man-made and in nature. React
and compare reactions.

3. Improvise a scene involving an interaction between
man and nature.

4. Move about as a duck, a hungry tiger, a fish in a
polluted stream.
11.

Creativity

A. . Idea development and expression

1. List as many uses as you can for a kleenex, a rubber
band, a tree. You need not be realistic.
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2. What is the opposite of a rock? Again, don't be bound
by reality.

3

Duplicate the following figure on paper.
• •

Connect all nine dots using four straight

«

,•

lines without lifting your pencil from the paper. As
leader give only these brief directions and answer

no questions from the participants. There may be
numerous "right" answers to this but the
most common one is

4. Three persons leave the room. Someone in the room

tells a story to the group. Tape the story. One of the
three persons (1) returns to the room and is told the same

story by a member of the group who heard the story the
first time it was told. Tape this second telling. 2 then
returns to the room and is told the story by 1. Tape this
third telling. 3 then returns to the room and is told the

story by 2. Tape this fourth telling. 3 then tells the
- story to the group. Tape this fifth telling. The entire
group will listen to and discuss the various versions
of the story as recorded.
B.

Discovery of something new

1. Give each person a paper clip, a rubber band, a stick
of gum, and a length of string. Each person will invent
a new object by combining his objects. They may use

any or all objects or trade objects with someone else.
Use your own imagination in collecting the objects to
be used.

2. In groups of three or four persons discuss the pronun
elation and meaning of such words as "ugh" or "tintin-

nabulary" then have each group invent a new word and
definition for it.
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C. Discovery of new use or relationships for something old
1. Give each person an empty plastic jug to re-cycle.
2. Clip from magazines or draw objects in juxtaposition
not usually related. For example, "a silk purse from
a sow's ear" or Queen Elizabeth talking with Phyllis
Diller.

III.

Use of Body
A.

Observing others

1. Observe the movements and the concentration of an
infant reaching for a bright object which is just out of
reach. Duplicate this movement and concentration.

2. Observe family groups in public places. Compare and
contrast the movements of the various age groups: the
children, the parents, the grandparents.

3. Get up from a chair, walk across the room, open the
door, and pick up the newspaper from the porch floor.
Move as a toddler, as a very tired mother, as a very
old man.

4. Walk as a child trying to avoid puddles on the sidewalk.
Walk as a child trying not to avoid a single puddle on

the sidewalk. As you move, think about the attitude
of each child and how the movement is altered by a
change of attitude.
B.

Observing animals

1. Move as a rabbit, a frog, a kangaroo. How does each
differ?

2. Watch movies of animals in the wild. Watch animals
in a zoo. Does environment alter their movements?
How ? Why?

3. Study the movements of a house cat. Imitate these
movements.
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C. Observing Inanimate objects

1. Move as fabric hanging on a line: silk in a breeze,
canvas in a gale.

2. Move as a maple seed, a cottonwood seed, an acorn.
Dv

Pantomime

1. Move rhythmically to music. Express a mood. Express
a character,

2. Pantomime a familiar process: brushing teeth, climbing
steps, eating a very juicy peach.
3.
IV.

Play charades.

Use of Voice
A.

Articulation

1. Read a passage from a book exaggerating the pronun

ciation of each word. Read with teeth clenched. Read
opening mouth very wide.

2. Practice saying phrases such as "let's go eat" or what
are you doing ?".
B.

Projection

1. In a large room practice filling the space with your
voice, increasing your volume without Increasing your
pitch.

2. In a large room practice saying each word separately
and distinctly. Exaggerate at first, then gradually de
crease exaggeration.
C.

Variety

1. Scream, whisper, sing, moan, groan, yodel. Get ac
quainted with what your voice can do.
2. Read a passage while changing your pitch, your rate,
your volume.
D. Flexibility

1. Ask for a favor timidly, obnoxiously, sternly.

2. Say "ummmm" with as many interpretations of meaning
as you can.
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E.

As an Instrument

1. Contradict your words with your voice; say "yes" with
a "no" voice.

2. Read a passage with a southern drawl, a British accent,
as a weary traveler, very rapidly, very softly.

3. Repeat a word or a phrase varying pitch, rate, volumelike a child would play with a toy horn. Again, get

acquainted with what your voice can do. Use it.
Experiment.

V.

Sensory Awareness

Sensory awareness includes how the things we hear, see, touch,
smell, and taste make us feel and how we react to these things
and these feelings. Exercises for sensory awareness may include
discussion, movement, development of characters, or improvised
scenes. Any and all of these can provide exercise for the senses.
A.

Aural

1. React to specific sounds: a siren, thunder, doorbell,

crying, laughing, howl of wild dog on a dark night.
2. React to abstract sounds: soft, scratchy, warm, misty.
3. React to rhythmic sounds; music, surf, heartbeat.
B.

Visual

1. Study, discuss, act out various colors: how do they

make you feel? How do they smell? How do they taste?
2. Study perception; physical and emotional.
a. Physical: Which line is longer?

/\

b. Emotional: Share individual versions
of a common experience.
C. Tactile

1. Imagine how the following would feel: ice cream, fur,
silk, sand paper, chewed gum. How would it feel to
your hands? Your face? All over your body?

\/
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2. Place a variety of textures in a box with an opening only
large enough for a hand. Let each person feel the
contents of the box and identify the items.
D. Olfactory

1. React to the imagined smell of burning leaves, popping
com, perfume, a skunk.

2. Remove the identifying wrapper from various flavors of
chewing gum. Let each person identify the flavors by
smell only. Do not compare sticks, smell only one at
a time.

E.

Taste

1. If unable to identify chewing gum by smell (see D. 2.
above) use the taste buds.

2. All but one person close eyes and hold nose. The one

person, with eyes and nose open, gives a life saver
to each of the others. Identify the flavor of the candy
without letting go of nose.

3. Show by your facial expression how you react to the
taste of fresh lemons, cod liver oil, chocolate, spinach,

steak, salt, pepper, licorice. This exercise includes
perception as well as taste.

Creative dramatics can be an avenue by which many objectives are

met. Creative dramatics is an individualistic endeavor which can aid in

the development of a positive self-concept; in relating well with others;
and in the development of skills in communicating ideas and feelings.

Creative dramatics can relate one child to another, relate one subject to

another, and can relate the child and the subject to the real world.
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An Interpersonal Approach to a Year-Long Speech Course
Karen Monahan

Superior Senior High School, Superior, WI

AS June rolls around every year and I see my students becoming glassyeyed with spring fever, I wonder If anything from the past nine months,
something that could possibly make a difference In their lives, has stuck
in their minds. Ideally, each would return In the fall to report that their
personal experiences affirmed the following;

1. Effective communication Is based upon good choices. We can

make choices on the basis of who we are and to whom we are talking,
choices that will affect the outcome of any communication transaction.
Choosing to be positive and honest usually makes for more satisfying
transactions than being negative and dishonest.

2. Group decision making, a process basic to any democratic system,

is at best unwieldy and fraught with frustration. However, informed
group members who have some sensitivity about how people In groups
work can help find and maintain a dfrectlon that will serve the needs of
the group members as well as task of the group.

3. There are many ways for people to get to know each other. One
way is through the sharing of literature that reflects relevant Ideas.
Literature, read aloud, which incorporates certain delivery techniques to

emphasize meanings and feelings, will more effectively reflect the reader
than literature just read aloud.

4. Public speaking, like private or "Interpersonal" speaking, has the
greatest effect upon people if we know something about them and can re
late the topic to them in a way that will make it Important to them.
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I suppose that we might consider these to be things that anyone who
has been around and talking for sixteen years should know. They probably
do. But if we would take a look at some of the basic communication

patterns of the adolescent sub-culture, we would see that the substance
of most of their transactions with parents and peers does not reflect this
knowledge; most of what goes on is in the form of cheap shots and negative
strokes, and survival depends on keeping one's fanny covered at all costs.

My course is based on the idea that these patterns can be broken by help
ing students to see that there are other ways of communicating.
The classroom serves as a kind of laboratory where students can ex

plore some more positive approaches to communication. Creating and
maintaining a classroom community conducive to this is nearly impossible
at times. The shadows of old patterns and traditional classroom expecta
tions lurk in every comer. These can be banished only by a positive
relationship between teacher and student and through the provision of

opportunities for the students to relate positively to each other. These
opportunities will also provide the primary means for the student to be
come directly involved in conceptualizing and internalizing the points
listed earlier.

Essentially, the course consists of the introduction of five concepts
basic to most forms of communication followed by their application to
four of those formes. The concepts are:

1. The value of self-knowledge and self-disclosure
2. The role of non-verbal communication

3. The effects of positive and negative feedback
4. The importance of audience analysis

5. The indispensibility of rhetorical choice
The forms are:

1. One-to-one interaction—need filling dialogue
2. Small groups—task directed

3. Oral interpretation—as a method of self-expression
4. Public speaking—practical and informal
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The course begins with an inductive presentation of a basic model
of communication which ultimately describes communication as a dynamic

process involving sender, receiver, medium, message, and feedback which
is the message of the next part of the continuing transaction. Every new

unit begins with a review of this model as it applies to each new form
of the communication process.

Following is a brief sketch of how I develop each of the four basic
concepts.

The extent to which any student is willing to engage in the search
for self and the disclosing of self is a highly individualized matter.

The teacher's role here is first to try to show the importance of selfknowledge to good communication. The most helpful resource I have
found is David W. Johnson's Reaching Out (Prentice Hall, 1972). Using
no assigned text, I iry to get at the material through informal discussions

and imaginal lectures that illustrate the importance of the self as sender.
Once the point has been made, the student must make his own commit
ment about what-he or she is going to do about it, and exercises and

opportunities must be provided. Self-examination inventories that con
centrate heavily on communication behavior can be found in many of the
sources Usted in the bibliography at the end of this article. The students
are encouraged to look at such qualities as tolerance of others' ideas,

leadCTship interest, ability to express opinions in the face of opposition,

tact, need for support from others, initiative in problem solving situations,
and perceptions of others' feelings.

During the first few weeks of the course there is a good deal of
silence. Students need time to exercise their option to think. They
write as a means of clarifying their perceptions of themselves. Every

student is asked to keep a Journal which is confidential. They may write

anything they wish or may respond to specific questions or directions
which I suggest. Some early suggestions include;

22

HOW do you think self-evaluation affects your communication behavior?
What is the effect of self-prophesy? Can you remember a time when some

one said you couldn't do something and you disagreed? Did you succeed?
How about when you said you couldn't succeed and others said you could?
Or:

Write a dialogue between two opposing sides of yourself; for example,

positive and negative self, public and private self, conforming and nonconforming self, attractive and unattractive self, generous and selfish
self. Which side usually wins?

Once they have been "introduced to themselves" they need to get

introduced to each other. Getting acquainted dyads (groups of two) serve
this purpose well. Students pair up for five-minute intervals and talk.
Sometimes I assign topics, sometimes they are on their own. Every five
minutes they switch partners. Three of their partners during the course of
the period must be of the opposite sex. It is also fun for the teacher to
become involved. There are a mHlion "ice-breakers" to be found in the
sources Usted below. Any of them will serve the purpose of giving the

students at least superficial contact in a situation of shared awkwardness.
This is the beginning of community.

Then we begin to look at what we find significant in our communication.
Students are asked to respond in writing to a hypothetical situation in

volving the gradual loss of both sight and hearing. They consider questions
like: What will you want to communicate most while you can still speak .
What wiU you have the most difficulty communicating when you can neither
speak nOT hear? What other means could you use to communicate? How
would these losses affect your future of your relationships with your family
and friends? Would the content of your communication change or only the
means?

Then we discuss their answers. Responses and implications of this

exercise could serve as substance for another whole article. The most

frequent conclusion Is that one of their most urgent communication needs
13 to give and receive positive feedback. They also are clearly aware
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of the patterns and taboos which make this one of the most threatening
and difficult of all communication acts under normal, day-to-day conditions.
"I'd want to tell my family and friends how I feel about them." Why can't
they do that now? Because....

I then rely upon this as the imaginal basis for looking at self-dis

closure. negative and positive feedback and non-verbal communication.
The Johari Window, developed by Joseph Luft and Harry Ingham, serves

as a good model for discussing self-disclosure. Explanations of this can be
found in Pfeiffer and Jones. A good model for looking at positive and

negative feedback can be found in a look at the life position concept de
scribed in transactional analysis. A practical application of I'm O. K,,
You're O.K. can be found at the beginning of Chapter 8 in Reaching Out.

I approach non-va*bal communication through the idea of the interpersonal
imperative described by Giffin and Fatten. A brief period of intense

paranoia always ensues at this point as we all contemplate the messages
that we are inadvertently sending aU the time. Then we discuss which of
those are significant, which are controllable and within our realm of choice.
Throughout the introduction and elaboration of all of these concepts

the emphasis continually comes back to accentuating the positive through
unique choices suitable to the situation rather than the pattern. I'd like
to note at this point that it even sounds to m^at times that this could be
called the Pollyanna Approach to Communication Education. Everything

that happens in my classroom is NOT all sweetness and light. I maintain,
however, that most students are all too familiar with the rhetorical power
of anger and sarcasm and direct negative attack. They need to know as
well the potential of patience and seeing beyond the obvious to the person

on the other end of the transaction. They need to know that that's O.K.!
Such probably won't get over emphasized in any classroom situation.
The second section of the course involves the application of the

basic concepts Just described to group process and problem solving. I
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have devoted a special section of the bibliography to "groups." From
these resources I have drawn group experiences which will allow the
students to identify their roles as group members, to recognize many

of the problems inherent in group problem solving and to observe inter

personal behavior as it affects our effectiveness in dealing with others
under pressure. Every group is observed; every experience is discussed
in terms of process and content. Students write reactions in their lournals
which help them to zero in on their observations both as participants

and observers. Suggested journal entry questions and questions for dis
cussion include: What is the effect of "Not O. K." feedback in group

process? What significant non-verbal messages did you perceive in
your group? Make a Johari window which shows your relationship to

your group. What kinds of choices could you make to determine or control
the direction of your group?

The next form that we study is oral interpretation. I have long

ago given up trying to make great readers out of my students. But they
all can. I think, begin to see oral reading as an extension of the inter
personal process and something that's fun. Last year my student teacher.
Charles King, and I came up with an eight-point plan for introducing
oral interpretation as an interpersonal act for the purpose of enjoyment
and self-disclosure. The steps are: introspection, selection, prep

aration. delivery, criticism, reflection, revision and repetition. The
students are asked to follow up their self-examination with the selection
of something that will at least reflect something about their preferences

if not about their inner most feelings. Then, following some technical
exercises in options for effective delivery, the students are given time

to present their materials to groups of three or four who offer oral and
written criticism. Emphasis is upon the process of responding critically
to another person. The students are then asked to reflect upon the
criticism, revise the selection accordingly and repeat it for the large

group, introspection and selection involve self-disclosure and self-
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kr.owlodrjo; prop-iration and delivery involve non-verbal and choices
of effective technique; criticism emphasizes types of feedback.
The final unit Is public speaking, Informal and situatlonal rather
than formal. Those students who will do much formal speaking will
doubtless become Involved In a formal public speaking course. My
students need to know how to deal interpersonally with the public.

Johnny Jones needs to know how to deal effectively with the hysterical
lady who comes Into his gas station with a dented fender on her husband's
new Camero; Mary Garrlty needs to know how to address the P. T. A.
about the need for a new playground; Alan Janovdtz needs to know how to

know his dealers so that he can get the best deal for his com, etc. They
all need to know that Information and proof presented point by point

with support for each point will get the Idea across better than Information

presented In a Jumble. Ultimately they need to know that the choices
they make based upon the Individuals and the subject involved In any
communication transaction will affect the outcome of that transactiorj.

They also need to understand when they are being affected by the choices
of others.

Again we deal with criticism. This time the emphasis Is upon hold
ing each other accountable for the choices we make. Why did you choose

that piece of evidence Instead of....? Students also role play different
audiences so that speakers can make a whole new set of choices based

upon a whole new set of needs and expectations. Students research
only those topics about which they need to know more to be more ef
fective. Generally they talk about things with which they already are

very familiar. It's amazing how much they already know that they don t
talk about very effectively. I think you can probably see the applications
of the same basic concepts to public speaking. Again we process every

assignment and work through many of the applications together.
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I've taught speech the way I was taught and find for most of the
students in my classes that approach lacked a degree of credibility. I
have no doubt that a good pubUc speaking course makes all of these

points. I think this approach makes it better with me. Ultimately, all
of us in teaching are looking for the same kinds of affirmations!
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A POSITION STATEMENT ON SPEECH ACTIVITIES
Barbara K. Seng

Henry Sibley High School

The speech associations should state as a long-range goal and priority

objective that extra-curricular and co-curricular speech activities (forensics,
debate, and theatre) should have as their primary goal the furtherance of
the speech curriculum in the secondary school; they should not exploit
the student or become ends in themselves.

The rationale for this proposal follows. An analysis of the objectives
for curricula in speech communication suggests that the stated goals are

primarily oriented toward students' performance in contests. Similarly,
instructional units have been designed for the prime purpose of "bringing
home the hardware." Thus, participation in competitive events is the
desired aim of such courses. These conditions require a re-examination

of the nature of current speech communication courses and the consequences such
courses have for students. Particularly, consideration must be given to

broadening the concept of what the academic speech communication curriculum
should be.

In "Speech Education in the Public Schools." published in the January.

1967. Speech Teacher, this statement appears: "One of the pressing needs
of our time is for persons skilled as communicators." If this statement

accurately reflects a need for citizens of this society, then it follows that

the study of oral communication must be considered an essential part of
the speech communication curricula from K-12. and beyond. Moreover,

the speech communication program should be an academic program which is
substantive in nature. It should be a program which produces useable

knowledge and skills, and one vrfilch will have a lasting effect on the
students being trained to take their rightful place in an increasingly oral
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society. There are, of course, many different ways of organizing a speech
cirruculum; this organization depends upon the individual teacher, the

community, and other factors. However, the general goals should include:
(1) to develop an honest desire to communicate; (2) to develop effective
communication behaviors; (3) to determine and organize worthwhile materials
for various speech communication acts; (4) to develop critical listeners;

(5) to comprehend the salient principles that contribute to effective communi
cation across various levels; and (6) to recognize the cultural, social,

and psychological factors that contribute to effective communication
across various life styles.

To achieve these objectives our students must be educated in the

principles, techniques and skills of proper speech communication behavior.
A student must be taught to analyze an audience for various kinds of communi
cative acts, to analyze his material, and to present his material with a

depth of understanding in an articulate manner. Only then can the speech
communication teacher correlate the instructional units with activities
relevant to the real world.

Young people of today are taking an active Interest in community projects,

youth groups, political movements, and discussion clubs. Unquestionably
human interaction occupies a key position in such correlated, outside
activities because they are based on participation rather than competition.

Extemporaneous speaking, whether a public or interpersonal act, enables
a student to think and to express himself in an intelligible manner.

Parliamentary procedure enables him to participate actively in mock polit
ical conventions, class meetings, student council meetings, and in pertinent

youth organizations. "Draining in the skills and techniques in oratory and
in interpersonal communication behavior grooms the student for participation
in real-time school and community affairs.

Speech communication instruction in the public schools is becoming
more closely linked with the needs of the community. The study of radio
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and television gives added impetus to the speech communication program.
Radio and television stations frequently invite students to participate in

youth forums, symposia, one act plays, interpretative reading programs, and
readers' theatre. Interpretation assignments are used to develop programs

for meetings of the P. T. A., community sponsored Fine Arts Festivals,

or for programs at institutions. A recent innovation in some area high
schools is the development of a Speakers' Bureau. Students, particularly
in an advanced speech class, are invited to speak before civic groups, to
debate the high school debate question before various organizations, or to
serve as master or mistress of ceremonies for community programs. Drama

students participate in community theatre groups. Speech activities such
as storytelling, book reviews, and one act plays are integrated with
programs in student and community organizations.

If speech is the art of communication, the speech teacher needs to

give students as much practice as possible outside of the classroom to
make them effective communicators. With so many opportunities available,

speech communication teachers should take advantage of them. However,

speech communication teachers must make certain that the student under
stands and practices the basic principles of effective communication
That the student is preparing; he is giving; he is sharing.

Co-curricular speech activities—outside activities stemming from units
within the classroom—certainly have a place in the speech communication

program, but they are in no way a speech program per se. They should be
used as a means of developing the whole psrson, rather than as a means of

exploiting the individual. Speech communication programs should attract
students for their substance, not merely for a competition-performance

based curriculum. The co-curricular/extra-curricular activiUes' p-ogram

whose sole objective is competition does not develop the expertise which
is essential for all of life's communicative situations.
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In competition, students are put into an artificial situation. They face
a judge, sometimes an audience, and perform under unnecessary pressure.

The primary emphasis is on winning, rather than on learning. The skills
and techniques used in the performance are, more often than not, methods
which call attention to the person himself. There is often a lack of involve
ment on the part of the student.

In the areas of co-curricular/extra-curricular speech activities,
teachers must be certain that the student is ready to participate. If the
student is not adequately prepared, the results can be damaging. It is up
to the teacher to determine when a student is adequately prepared for out

side participation and when he or she can handle a speaking situation
emotionally to gain from it. Our interest is growth and progress, not

competition. It should be our purpose, as teachers of human speech be
havior, to develop programs with behavioral objectives which will produce
task-oriented activities which have depth and meaning for our students.
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Interdisciplinary Oriented Degrees In Communication
Thomas O. Olson

Department of Radlo-Televlslon
Southern Illinois University at Carbondale

Introduction

Robert M. Hutchlns wrote In the May-June, 1972, Issue of The
Center Magazine, "The advance of specialization In the last seventy-

five years has brought with It great gains and great losses. The gains
are more spectacular, but the losses are more Important. The gains have
come chiefly In our power over nature. The losses have come In our

power to control ourselves and understand one another. Unfortunately
we have recently discovered that we cannot be trusted to use our power

over nature wisely unless we can control ourselves and understand one
another. Specialized education has now reduced us all to the level of
students who cannot talk together unless they both happen to remember

the score of last Saturday's game. The human community has been split
In a billion fragments, which the cults of nationalism, racism, or region

alism are constantly reforming Into more and more dangerous combinations."
It was the same feeling that lead to the formation of an ad hoc committee

to study the potentials of Interdisciplinary programs In Communications
and Fine Arts at Southern Illinois Unlvarslty at Carbondale. The activity
of the committee was based on the conviction that students should be

provided the freedom to take courses outside highly structured major pro
grams with endless lists of prerequisites.

What follows Is a method for providing some students the opportunity

to bypass the lock-step prerequisite specializations that exist In many of

33

our tight communications curricula. This scheme applies to The College
of Communications and Fine Arts at Southern Illinois University at Carbondale

but may have some application for all of us. The College of Communications
and Fine Arts at Southern includes the departments of Art, Cinema and

Photography, Journalism, Music, Radio and Television, Speech and Speech
Pathology. Perhaps this represents greater specialization than is true at

your particular institution but at least it does not permit, say, domination
of a radio-television discipline within an ancient rhetoric oriented speech
department.

Existing Interdisciplinary Activity

The committee began its investigation by attempting to discover the

extent of interdisciplinary activity that already existed. We called this
Phase I of our report. The examination revealed that many examples of

at least cooperative activities already exist. (1) Theatre majors inter
ested in music-theatre have a heavy emphasis in music courses, (2) The
radio-television and journalism departments jointly sponsor a curriculum
in Cable Communications, each department offering two courses specifically
aimed at this area, (3)The Cinema-Photography departments and Journalism

jointly sponsor a curriculum in Photojournalism and (4) The Speech department
has developed a concentration in Public Relations that draws on courses
from Business, Journalism and Radio-Television. There are many other
examples, but none of them formally attempt to integrate and synthesize
knowledge gained from the narrow disciplines.

Extensions of On-going Interdisciplinary Activity

The second phase of our study was to propose extensions of on-going
interdisciplinary activity. We recommended a procedure that would permit
students the option of planning a personalized, interdisciplinary program.

This, of course, would not eliminate any existing major and we would
also be able to implement the procedure by the fall of 1973.
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Our first recommendation was that an eight member standing committee

with representatives from all of the departments in the college should be
established by the Dean for the purpose of developing guidelines for B. A.,
M. A., and Ph. D. interdisciplinary degrees in Communications. The
committee would aid and guide each interdisciplinary student in formulating

his proposal and implementing his degree program in a manner consistent
with the student's personal and professional goals.

Our second recommendation was that departments be strongly urged
to act favorably on the requests of students in the interdisciplinary program

to waive, at the students' risks, prerequisites when such a waiver is
recommended by the committee. This should not be Interpreted as an

attempt to take away from the instructor and department the control of the
content or personnel in their classes, but simply to make more content

available to more students. Interdisciplinary students would, hopefully,
be admitted and be expected to achieve at the same levels as majors. It
would be a high risk program!

Our thfrd-recommendation was that courses be designed especially

for the purpose of providing the student with a synthesized view of all the
communications disciplines, and this leads us to phase three of our report.
A Tfulv Interdisciplinary Degree Program in Communications and Fine Arts

The historic aim of education has been a synthesis of breadth and
depth. In today's increasingly complex environment that aim is even more

compelling. It suggests a new multi-dimensional responsibility for students
that transcends traditional academic, programs of specific disciplines and

professions. The development of new integrative specializations to meet
the needs of contemporary society requires freedom and self-determination
for students.

New areas of learning that stress a correspondence between traditional
roles and contemporary problems are vitally needed. Young people leaving
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our universities and colleges should have the conceptual equipment to
create roles for themselves for which, at the moment, we have few de

scriptions and even fewer labels. Certainly, a traditional concern with
specialization is essential. But, an insulated specialization which does
not punctuate the totality of things to which it is related is self-defeating.

Specialization is nurtured through contrast. Thus, any major shift towards
interdisciplinary priorities within departments will not only increase the

number of young people capable of coping in new ways with social and
environmental problems, but also enhance and lend vitality to the more
traditional areas. What we are proposing, then, is an environment where

a wide variety of applied social scientists and professionals in areas of
human and social need, come in working contact with students and faculty
from Communications areas. Our purpose is the discovery of new approaches
to environmental and social problems and with an eye towards the dis

covery of new solutions, new roles and forms in the areas of communications
and fine arts. As Robert Hutchins further wrote in that Center Magazine

piece, "The power we want our graduates to have is power in and over the
unpredictable future. The power the college is best equipped to help them

gain is intellectual power. It is the power of understanding and Judgement."
Towards these ends, a procedure must be evolved for selecting curriculum
and assisting students to organize their own course of study while main

taining the widest degree of flexibility. Evaluation procedures and con
tinuing contact with students will be a necessary requirement.

The major recommendation of this phase of our report is the development
of interdisciplinary courses. Up to this point we have only discussed

mixing existing courses. But new courses should be developed which will
provide an overview, the objective of which is a synthesis of our current

tightly programmed disciplines into a much wider frame of reference. The
journalism student may gain visual awareness; the photography student
may leam that print can communicate feeling. The music student may
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become aware of space; the art student may discover time. The fine arts

student may find that communications can achieve art. There now appears to

be a dichotomy between objectivity and subjectivity, between reason and
feeling, between computerization and intuition in our colleges and uni
versities. Courses which synthesize the scientific and the aesthetic

approaches may be developed. This job has as yet to be done.
Summary

Our three phase report for increasing interdisciplinary activity in

Communications and Fine Arts at Southern Illinois University at Carbondale
may be summarized as follows:

I.

We found several instances of attempts to circumvent tightly structured
departmental specializations. Several mini-curricula exist.

II.

If we can establish an administrative structure and procedure for ad

vising interdisciplinary students and departments are willing to relax
prerequisite requirements for their courses, without modifying content,
based on recommendations of that interdisciplinary advising structure,

an interdisciplinary degree program in Communications and Fine Arts
can be established.

III.

If we accept as the objective of higher education the helping of our
students gain the power of understanding and judgement for the solving

of society's problems, we should begin developing courses with broader
objectives integrating and synthesizing the materials of our now tightly
structured specialties.

The cibove article was presented at the 1973 Convention of the Association
of Professional Broadcast Editors and has appeared in a previous issue
of FEEDBACK.
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An Approach to an Intercultural Communication Workshop
Lynn D. Joe sting
Normandale Community College

I.

INTRODUCTION

In the spring of 1970, the idea for an intercultural communication

workshop (ICW) was developed by a group of students working on a class
project for interpersonal communication at Normandale Community College.
The objective for the course was to provide a means by which the foreign
bom and U.S. students could learn about and acquire cross-cultural
communicative awareness. The students felt that there was a definite
need for such a course because a large majority of the students at

Normandale are of white, middle class background with limited experience
outside their immediate suburban community. Individuals sensitive to

the difficulties many foreign students were experiencing expressed a
feeling of tension, wanting to approach the new student, but not knowing
how to do so. At the same time, foreign students were reluctant to

approach the U. S. student, hesitant not only in the language but also
in how to handle the cultural patterns about them. Because programs to

help the foreign student in his initial adjustment were then non-existent,

it was expected that he or she would "Just know," or quickly learn the
U.S. educational system and how to operate effectively within it.
Cultural and academic differences were minimized or "corrected" when

necessary rather than accepted and regarded as potential resource material
for the college.

After considerable study and debate, it was decided that a three
credit course in intercultural communication would be offered at Normandale

Community College on an experimental basis for the winter quarter of 1972.
Student interest and enthusiasm for the workshop were such that, upon
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termination of the quarter, they chartered an International Students

Organization in order to actively continue learning and applying the
principles of intercultural communicaticxi within the college setting.
As the organization grew from 15 to 50 members, so grew student interest

and an expressed need for another ICW. Thus a second ICW was offered
the following fall quarter and is now a part of Normandale's regular
curriculum.

This article is an outgrowth of these workshops written from an

instructor's perspective; its intent is to describe briefly how the study
of intercultural communication can take the form of a viable workshop.

Although suggestions are included, it is not a "how to" paper because
there are no absolutes either in intercultural communication or in work

shop approaches. Indeed, one of the greatest attributes of an ICW is

its adaptability to a multitude of circumstances and needs. It is hoped,
then, that the reader will find these paragraphs intaresting and perhaps
helpful, be it for use in a whole course, a unit within a course, or a
weekend seminar workshop.

II.

THE THEORY OF INTERCULTURAL COMMUNICATION WORKSHOPS
The intent of an ICW is not necessarily that of assisting foreign

students in their initial adjustment to a U. S. institution, nor is it to

help U.S. students overcome their anxieties and hesitations when with
foreign students. While students do benefit greatly by an ICW in their

adjustment to college and are afforded ample opportunities to form friend
ships, the ICW does not limit itself to these measures. Such goals may
be met by sympathetic students, instructors and concerned community
groups. Nor is the purpose of an intercultm-al communication course
to describe the customs and habits of specific cultures. While these

specifics are discussed throughout the sessions, they are used more
often as supporting examples rather than basic content material. The real
purpose of an ICW is simply, yet not so simply, that of cultural awareness.
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It is to become aware of the aspect and influence of culture on daily life
interactions, on each individual's attitudes, vaiues, and assumptions.

It is to become aware that much of our behavior is culturally determined

and that, until we learn the effect of culture, we are limited in our be
havior and perception of events, Edward T. Hall tells, for example, of
a U. S. businessman in the South Pacific who was awakened between
2 and 3 in the morning by a mob outside his home. He called in the Marines

only to discover that these people valued time differently and had felt
that the matter of having reached a conciliatory labor agreement was more

important than the early hour to their employer. Had he been aware that
the division and use of time is a cultural variable he would have under
stood that his sense of "what is appropriate when" is an attitude and not
an absolute.

An ICW, by means of class discussions, studies of actual intercultural critical incidents, role playing and situational exercises, leads

its participants to discover that values and their orders of priority vary
among cultures. Where does an individual place higher priority

in

doing," (i.e., keeping busy, constant activity, in work or play) or "being,"
(i.e., sitting and "doing nothing," watching the sky, thinking), in "accom

plishing," (seeking tangible results, setting and working toward goals), or
"experiencing," (seeking the aesthetic, perhaps subjecting the intellect
and/or the physical senses to various stimuli) as well as a host of other
variants such as patterns of thinking (abstractive, concrete, relative,
absolute), methods of decision making (by an authority figure, group

consensus, prayer) and even patterns and purposes of humor (for control,

comic relief, entertainment; is it subtle, slapstick, biting, or enjoyable?).
Edward C. Stewart, a real pioneer in identifying American and contrast
culture value systems, has devised a role playing method which brings
cultural attitudes and values to the forefront in simulated encounter situ
ations which are well suited to ICW sessions.

To become aware of cultural values and attitudes Is to discover that

concepts of rlghtness-wrongness, good-bad, pretty-ugly and even soft-
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hard, bright-dull and blue-green often receive differing hues of cultural

perceptual Interpretation. To be unaware of the Influence which culture
has on one's thought behavior Is to be bound by It. To be aware Is to be

able to objectively observe and understand one's own behavior as well
as that of others. Awareness of the powerful force of culture Is a priority

goal for an ICW and a first tool for constructing sound Intercultural re
lationships.

III. STUDENTS, SETTING, CLASS SESSIONS

An ICW of 8 to 10 participants with equal members of U. S. and nonU. S. born students Is generally considered an Ideal size for purposes

of maximum Identity and Interaction, Idealism and reality seldom concur,

however, but fortunately the ICW concept has proven Itself adaptable to

groups as large as 25 participants with varying percentages of cultural
diversity. After preliminaries and presentation of their topic for the day,
small groups are often formed and then assigned a specific task to do or
a topic to discuss. Near the end of the session the class regroups as a
whole to share discoveries, summarize, evaluate the session and dis
cuss preparation for the next meeting.

Three hour sessions held weekly In an Informal lounge area provide

flexibility, time to actively listen, do, think, reflect and suggest. De

pending on the group and topic at hand, activities range from a formal
lecture, to group exercises, to what may appear to the outsider as rap
sessions. In all of these the facilitators (Instructors) are actually guid

ing and directing, even the most Informal rapping. Into an experience of
discovering cultural similarities and differences, seeking unlversals and
their perceptions by Individuals and cultures.

In Normandale's first ICW, the assigned classroom proved to be a
difficult setting as students were In a sense told to be natural In a setting

where prescribed classroom behavior and attitudes still prevailed. Even
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though desks were in a circle rather than rows, the prevailing atmosphere
was one of some tension and inhibition for most students. In spite of
the instructors' attempts at inviting participation and involvement, tradi
tional classroom expectations and role projections were difficult to overcome.

Normandale's first ICW was fortunate in that it had two instructors

who together offered the class significant diversity in their own cultural
and experiental backgrounds. Advantages to a team teaching approach
are several: two leaders decentralize the point of authority and direction

allowing the students to assume an active role in participation and plan

ning; one facilitator is free to observe and evaluate the other's leadership
and patterns of group interaction. Two leaders reduce the hazard of cul
tural bias—especially if they are of different sex and cultural or subcultural backgrounds.

IV. PRACTICAL SUGGESTIONS FOR LEADING AN ICW

Important basics for an ICW are for the leaders to carefully establish
an open and comfortable ambience the first day whUe quietly asserting
themselves as facilitator-leaders. Leadership, to this writer, seems most

effective when its intent is to facilitate participants as they are guided
to discover concepts for themselves. Thus, rather than being passively

informed, students become actively aware; instead of listening and tak

ing notes, they discover and share both in class and in their Journal
assignments. This can be accomplished by asking leading questions,

giving "what-if" situations to consider and encouraging students to take
the initiative to involve one another and contribute suggestions, read

ings and discussion topics to the group. Optimally, the workshop becomes
an active learning experience for the whole group.

It is important at the first meeting to discuss differences between an

ICW and sensitivity group sessions. In spite of some apparent physical

similarities, the goals and the means to attain them differ significantly
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between the two groups. Whereas a sensitivity group seeks to bring Into
focus how a person relates to himself and others, an ICW seeks to bring
Into awareness how culture Influences one's perceptions of self and
Interactions with others. Another difference Is that a sensitivity group

encourages a sharing of feelings and reactions that participants have for
each other, while an ICW, being more topically oriented, will limit dis
cussion of reactions to consider how and why such feelings are culturally
determined.

Some students have difficulty defining new relationships when with

an Instructor who. In an ICW, functions more as a group facilitator than

an authority figure. It Is helpful to discuss the differences between the
ICW and the other classes at the first session In order to understand the

purpose and meaning of the modified Instructor role. It Is also helpful
to discuss the modified student status and his Increased responsibility
to Initiate, encourage, listen and participate In the meetings.

Students are fairly predictable In their participation and It Is possible

to quietly direct discussions with techniques such as strategically placing
Individuals for their small group work and encouraging selected Individuals

to participate at appropriate moments, and by asking leading questions
such as; "What do you think about

in

?," "Suppose this happened

?," "Interesting!," "Could the opposite happen?" and so

forth. The purpose of this type of direction Is to encourage students to
look at a given situation from several cultural perspectives.

It Is encouraging and rewarding to watch the growing enthusiasm and
excitement in a group as students acquire both Intercultural communi
cative skills and Intellectual awareness. As this occurs. It Is the leaders'
function to both Increase student freedom and modify his Initial Impressions.

Because the group. In time, will have acquired greater attltudlnal flexi
bilities In the realm of cultural perceptlveness, there Is always a delicate

balance of knowing and not knowing Individual students throughout the
ICW.
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It is important that participants understand that the many varied dis
cussion and class activities, for all their apparent diversity and interest

by themselves, do have an overlying unifying purpose. And it is the
facilitators' responsibility to relate class discussions to their under

lying basic concepts and universal applications. For instance, students
discussing dating and other courtship customs in various cultures will
enthusiastically share and listen to one another's experiences and ob
servations. The actual learning to which the facilitators will eventually

direct the group, however, will be the underlying universals of court

ship patterns and how these patterns relate to one another. Thus, the
group may leam from one member that in some areas of Mexico and Puerto
Rico a girl is not allowed to date without a chaperone. Further investi

gation would point out that in this culture it is also accepted behavior
for a girl to behave in a very flirtatious manner and that her suitor may

freely whistle, follow her and boldly declare his love and adoration for
her. The facilitators, pointing out that customs pertain to the totality

of culture, would show how these dating customs closely relate to the

significant role.of the family unit. In this case, both the man and woman
are protected in their flirtatious behavior from any obligations because
further stages in their courtship would have to be approved by her parents
and brothers.

V. GOALS

Because cultural awareness is such an abstract concept, it is important

that an ICW have well defined course objectives in order to prevent am

biguity or a lack of direction in class sessions. It may seem a paradox
that a course emphasizing maximum group discovery and self-direction

should need such specific structure, yet it is in clearly understanding
the purpose and direction of an ICW that the group gains the needed free
dom and security to work within its given framework. The goals should
be such that from them texts can be chosen, sessions planned and means
of evaluation determined. The six goals listed below state the main
thrust of Normandale's course which is cultural awareness and appreci

ation of the reality and impact of culture in life:
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Course Objectives

In order to successfully complete this course, the student must be able
to:

A. Identify specific cultural factors such as geographic, religious,
ethnic and occupational variances as they shape cultural values
and behavioral patterns.

B. Recognize verbal and nonverbal cues which are subject to differ
ent cross-cultural interpretations.

C. Describe how one's own culture functions in the development

of perceptions, values, attitudes and assumptions, giving spe
cific examples from class interaction and reading assignments.

D. Recognize cultural differences which act as barriers to effective
intercultural communication. Identify means by which cultural

similarities and differences can be understood and appreciated.

E. Read, interpret, discuss and analyze introductory literature in
intercultural communication.

F. Observe and comment on cross-cultural interaction in class
sessions. Alms, video-tape recordings and daily activities.
VI. CONTENT

Course content varies greatly with the purpose and composition of

each ICW. For instance, an ICW designed to prepare and train individ
uals to live abroad (i.e., students, business people, government officials,

military men and women, missionaries, immigrants, vacationers) will
differ from an ICW designed to help college or business people in their
contacts with members of various cultures and ethnic or other sub-cultures.

Basic to every ICW, however, is the appreciation of what is culture, and
the active role that culture plays in determining values, attitudes and
behavior in the life of an individual, his community and country.

The material which follows is representative of some of the topics

discussed in Normandale's ICW. Because the course stresses experiental
as well as theoretical learning, it is assumed that the participants them
selves will introduce topics for discussion. Latitude is provided for
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such contributions as well as additions or deletions of topics as appro

priate. The first three categories present academic, theoretical con
siderations which are the basis for intelligent discussion of the topics
suggested in ^ and
A.

Introduction

-What is culture? What is communication? What is cultural

communication? (Doesn't everyone speak English???)
(Silent Language (^. JL..), intro.. Chap. 2)
-Culture is communication, communication is cultural. (Note:
This is an ongoing topic which relates to all discussion
throughout the course.)
-Intercultural awareness, appreciation of own and other cultures,
appreciation of similarities and differences. Self as a
unique being, self as influenced by cultural and subcultural
groups.

-Is there a theory of culture?

universals, the Proposed Communication Rights World Council
-Perceptions, as tinted by culture. -Influence on values, at
titudes, behavior.
-The individual

as a member and "product" of a culture
as a member and "product" of various subcultures

as a unique being who belongs to a variety of cultural and
subcultural groups, is bound to these to the extent that
he is unaware that behavior is cultural

B.

Basic concepts and terminology, to be integrated with appro
priate topics throughout class meetings and included in
examinations

Sets, isolates and patterns

Primary Message System

Hall's theory of culture

The Major Triad
Adumbration, Haptics, Kinesics, Proxemics
Enculturation, Acculturation
Selective Perception
Covert vs. overt, explicit vs. implicit communication
C.

Nonverbal and verbal intercultural communication

(Note: Emphasis is on knowledge and implications of nonverbal
and verbal communication, how each is culturally in
fluenced, similarities and dissimilarities between
cultures)

Language of time, space (four zones), kinesics, proxemics,
haptics, adumbration

Language of money, appearances, degrees (academic), tastes,
life styles ect.

Paralinguistics, tone, pitch, stress, juncture, "noises,"
fidget behavior

Learning and speaking other languages, understanding cultural
implications

Language as it shapes thought (Whorf Hypothesis and others'
modifications)

Psycholinguistics and sociolinguistics—studies of language
as a tool of communication

D. Discovery or experiential learning, affective awareness
The following are example areas of consideration for class
discussion, to be supplemented by role playing (Edward
Stewart method), situatlonal exercises, large and small
group discussion, case studies, guest lecturer-parttcipants
and other methods as appropriate.
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-A look at U. S. and contrast cultures' values and attitudes re:
families, business, social and professional organizations

friendship—types of friends, definition of, obligations and
expectations

—friends of same/opposite sex, same/different

age, same/different interests, "right"/"wrong"
friends

dating, patterns, practices, purpose of, when, with viiom,
how long ?

observances of life events, birth, puberty, marriage, death

religion, role of in personal life, family, society. Is it
to be public or personal?
attitudes toward education, work—how much? a personal

or family or community decision ? What priority?
patterns of thinking, of discussion, decision-making,
communicating joy, sorrow, mistrust, ease, confidence,
contentment, etc.

concept of self in relation to self, family, peers, commu
nity, nation, world view
emotions—when they are to be displayed, held back? Where,
with whom, how? What opinions do we have of others
when they violate our idea of correctness
use of time—what does "being on time" really mean?
cultural mobility, stability

associated values of each (is one preferred?)
economic, geographic, social status, profession, partic
ular job, mental health

What implications does each have for family and friends ?
live style? other values?
How to address whom: first name, first and last name,

professional title, nicknames. When do we change to
another form of address? How? Why?

How to address older people, instructors, neighbors, pro
fessionals, parents, friends' parents, bosses, coworkers (compare cultural practices)
E.

Contact with "foreigners"

-Meeting; initial fears, inhibitions, anticipated stereotypes

-Being (a foreigner); initial fears, inhibitions, anticipated
stereotypes, so many things to remember and figure out.
"Life is so simple back home!"

-Handling attitudes, stereotypes—"They sure are funny here,"
"But I want supper now!" "We're really not so different, he's
just like us!"
-Bridging the gaps

-Frozen, unfreezing, refreezing process. (Edward Stewart) Under
standing selective perception, the process of having, modi
fying, and adjusting values, attitudes, norms
-Accepting similarities and differences
-Overabundant assumptions

-AA^at are characteristics of a cultiirally aware individual?
How achieved? awareness, knowledge (of culture, own and
others), interest-concern, empathy, effort
-How to deal with cross-cultural misunderstanding ?

(i.e., confront it? Go to mediator? Do nothing? Atonement
gift?

???)

-Preparation for intercultural living experience (vacation, work
assignment, studies, having someone come to your home, job)
-Preparation for returning to native culture. There will be differ
ences!
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VII. AN ICW HAS ITS MOMENTS

An ICW is a challenging and fascinating experience which nonethe

less has its allotment of disappointments and frustrations. It may be

helpful to describe some of these to help encourage future ICW leaders
to maintain realistic expectations as well as to help anticipate poten
tial difficulties which, attended to, may be minimized.
One difficulty is that participants at times have idealistic expec

tations, believing that an ICW can solve international, interpersonal
or personal problems. It cannot! It can, however, help bring to focus
possible cultural misunderstandings and offer objective interpretations
for varied situations.

Sometimes students take the course expecting it to be a "fun"
class. While fun is often a result, it is never a purpose of the course.

Discussing student and instructor expectations and responsibilities
at the first session has helped assure maximum understanding and
harmony.

Occasionally a student will view discussions on values and opin

ions as an opportunity for cathaiTlc relief of personal tensions and
frustrations, perhaps hostilities, rather than for sharing perspectives.
One helpful technique for the instructor here and also for those instances
when the class drifts into interesting but irrelevant tangents, is for the

instructor to interject with remarks such as "OK, what I'm hearing here

is

" (he gives a quick, objective summary) and follows

with "how could this relate to

?»" or "what are the under

lying values that we see here in these differing opinions?

The intent

is to lead the discussion away from emotional reactiois to the under

lying concepts involved and thus avoid awkward confrontations of
value systems.

At times, participants may have difficulty handling a more relaxed
atmosphere: they may arrive late, fail to do assignments, or come to

class poorly prepared for discussion. Until they leam that it is one s
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responsibility and to his ultimate benefit to do the work on his own,

the assignments tend to need deadlines. Such people also seem to need
the arbitrary incentive of exams scheduled on a more frequent basis.
Occasionally, an individual feeling accepted and at ease with the

instructor may seek an unproportionate amount of time and personal
attention from the instructor. If this is not kept in proper perspective,
the instructor's time, energy and effectiveness may suffer.

VIII. JOURNALS

On a weekly basis students are asked to maintain a journal in

which they summarize the main concepts discussed in class and reflect
on what was learned and how the concepts discussed demonstrate

cultural attitudes and practices. They also comment on the types and

patterns of intercultural communication which they observe within the
ICW session itself. These are turned into two days after the meet

ing and returned at the next class with comments, suggestions, and en
couragement as appropriate. The following excerpts from actual stu

dent Journals may help demonstrate how maintaining a journal compels
the student to synthesize and relate theory to fact.

Today I saw that the change in setting changed the whole at
mosphere. The interaction became more horizontal. Per
haps it is a switch from the formal to the informal. The
seating was revealing in that the foreign bom students
culstered together.

In class today we talked mostly about death, funerals, and
religion. We divided up into small groups and talked about
family involvement in funerals, cremation, wakes, attitudes
toward life after death and, of course, how this affects
culture . . . I found that in our culture (Guyana) we pro

long death and make a big issue out of it, whereas the U. S.
people try to forget it after it happens.

I especially enjoyed breaking into groups and discussing
space today. I could feel the difference in the conversa
tion when *Taj moved in first on Myles then on Bev. It

really seems strange when you realize the way different
cultures react . . . It seems really ridiculous that
Americans will not sit next to a stranger if there is any

place else to sit. Why should a few inches of space make
a person feel more or less comfortable? I really wish we'd
have more time to talk about it.

♦(Student assistant from Iran)
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*I tried an experiment at work with one of the stockboys.
He asked me how to change the tape in a label gun. In

stead of taking the gun from him, I just moved up next to
him and changed it while he held onto it. He kept back

ing up every time I moved in close, but he didn't say any
thing. He was very uncomfortable but he still would not
verbally express his displeasure. Later when the gun jammed
up, he went to someone else for help!
*(A female U.S. bom student)

I am really feeling culture shock now just learning about my own
culture.

DC. CONCLUSION

In summary it becomes apparent that an ICW is a workshop in self
and other culture awareness. It stresses that by achieving an understand

ing of one's own culture an individual is better able to observe and
interact with members of another culture. Maximum experiential learn

ing is provided via large and small group discussions, intercultural roleplaying settings, and exercises in intercultural situations. Emphasis is
placed on both discovering the underlying concepts of cultural practices,
shared values and attitudes and overcoming unwanted cultural commu
nication barriers in "real life" cross-cultural settings. These goals are

not impossible; an observation from the journal of a student from Iran
describes his observation.

This quarter, class started with students. Students with
different cultures, sub-cultures, students interested in the
course and students taking the course just for three more

credits. By mid-quarter they were interested in the course so
much that it was not a three hour class meeting, but it was

each participant's lifetime experience. We began the course
with two facilitators and by the end, all of us were facil
itators. The group members opened their minds seeking aware
ness of others and self for better communication and under
standing.
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"Escaping From The Conflicts of Oral Interpretation and Acting"
Michael Kelly
Department of Speech
Moorhead State College

Frequently, the critic of oral Interpretation Is confronted with the
seemingly perennial question, "What constitutes the differences between
acting and oral Interpretation?"

High school and college speech critics are likely to have different

responses. A critic trained In rhetoric, for example, may believe that

gestures and movement denote acting, while a critic whose background
Is drama could maintain that emotional Involvement distinguishes the two.
The critic trained In Interpretation might even believe the question un
answerable.

The result of this uncertainty has been confusion for both critics and
students. Critics and judges In college and high school Interpretation

frequently decry the uncertainty they face when asked If they think a
particular performance was acting. Students frequently report that they
seem forced to steer a difficult course between two unhappy alternatives:
reading one way for one judge and another for a second. It Is not a matter

of audience adaptation; students frequently say they must change the manner
of the Interpretation Itself.

Why does such a situation exist? One reason may be, as Don Gelger

points out In The Sound. Sense, and Performance of Literature, that oral
Interpretation Is "an unfortunate amalgam of acting, public speaking,
critical reaction, and sympathetic sharing." P. 86. Another reason

could very well be that to many the art of Interpretation remains unclear.
The roles of the public speaker and the actor may be better understood
than the role of the Interpreter.
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The purpose of the following discussion is to investigate contemporary

thought concerning the distinctions and similarities between acting and
oral interpretation. It is hoped that such investigation will be helpful to
both teachers and students who may again face that question.

Does the difference between the two art forms lie in the presence or

the lack of movement and gesture? Wallace Bacon, in The Art of Inter

pretation. points out that some critics maintain an interpreter is acting if
he does not practice economy of gesture and movement—if there is too
much attention to the craft of performance. Bacon maintains that this view
is unfair to the art of acting. It is better, he believes, to say that the
economies of the arts differ. "The actor, by virtue of the situation in which

the playwright places him, is called upon for a 'wider' expenditure of
gesture; not stronger, not weaker, but wider. The field of vision is narrower
for the audience listening to the interpreter." P. 48.

In Interpretation: Writer-Reader-Audience. Mattingly and Grimes

state that expressive action is needed by all speakers whether they are

debaters, interpreters, or actors. The actor, however, asks the audience
to watch him and to watch the action as it occurs on stage. The interpreter,

on the other hand, asks the audience to imagine with him the literal action
of the words he speaks, while he suggests "attitudes, feelings, emotions,
sensory responses, and acts." P. 101. Thus, the interpreter only begins
the action, asking the audience to complete it imaginatively. The interpreter
will, however, still use some physical action.

Other interpretation theorists echo the above views. None of these

writers denies the interpreter the expressive function of movement and
gesture. The writers do note, however, that when movement or gestures
are used, they are used in a different manner or degree.

If action and gestures are available to the interpreter, would emotional

involvement during an oral reading indicate acting? Frequently, observers
point to that as an indication of "crossing the line."
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While there is disagreement on this point, modern interpretation

theorists disagree with any such blanket judgment. Don Geiger, for

example, says that though physical circumstances may discourage a high
degree of character identification for the interpreter, it is wrong to assume

that he ought not to try to reproduce the tone of the characters within the
literature. Geiger believes that to be especially true today when literary
critics stress "the common dramatic basis of all forms of ... literature."
P. 82.

Don Campbell, writing in Oral Interpretation, notes that both the

interpreter and the actor are performers and both have roles to play:
the actor a character in a play; the interpreter the speaker in the literature

being read, whether story, poem, or play. P. 120. Both performers

must be responsible for complete emotional involvement when indicated.
Not all contemporary interpretation writers agree with Geiger and

Campbell. There are some who advise interpreters to maintain an "aes
thetic distance" from the material. A reader, according to this idea,
breaks his "aesthetic distance" when he focuses too much attention on

himself or on the mechanics of his reading. Uncontrolled emotional involve
ment breaks the distance between reader and audience, causing embar
rassment to both. The breaking of "aesthetic distance" also means,

according to Brooks, Bahn, and Okey, in The Communicative Act of Oral
Interpretation, that the interpreter loses his ability to be a controlled
observer of his material, a critic pointing out to the audience the meaning
of the selection.

Charlotte Lee, comments in Oral Interpretation, that the intensity of
an interpreter's response is as great as an actor's, but that if the inter

preter "becomes so emotionally involved that his eyes fill with tears and
his voice cannot be heard, he will embarrass the people close enough to

see the tears and irritate those who cannot hear what he is saying." P. 323.
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The principle of "aesthetic distance" is not accepted by all writers.
Don Geiger believes that dull readings often result because of it. P. 80.
Wallace Bacon, while he does not use the term, vigorously rejects the
concept. "Some teachers of interpretation think of the interpreter as a
middleman .. . (but this) has the unhappy effect of making the interpreter
sound like a funnel or megaphone ... not responsible for the product
but cashing in on the sale .. ." P. 46. Bacon believes that an inter

preter is not a middleman who maintains his distance; the best interpreters
are "a coalescence of the inner form of the poem with the inner form of
the reader ... a creative participant in the literary experience." IBID.

The key word again seems to be degree. All writers agree emotional
involvement necessary for interpreters. Some do not restrict it; others do.
Its mere presence, howeva:, does not denote acting to any of the writers.

The above two concepts are the ones most frequently cited as the

differences between acting and oral interpretation. As pointed out, how
ever, neither is entirely accepted by modem writers. These same writers,

however, do point to several other distinctions which can be made between
the two art forms. These distinctions seem to be ones which can profitably

be used by teachers, judges, and students who ponder the perennial
question.

In discussing the use of gestures, movement, and emotion, one
distinction has previously been mentioned. This distinction is that
acting and oral interpretation seem to differ in degree. Don Campbell

says simply that the difference between acting and oral interpretation is
one of degree not one of kind. The line of demarcation is impossible to
draw. P. 118. Charlotte Lee reiterates that when she maintains that the

actor and the interpreter "differ primarily in degree of emphasis on certain

techniques." P. 271. Don Geiger concurs with this view, noting that
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both actor and interpreter often move toward each other's art. P. 81.
Where the actor and the interpreter meet may be, finally, impossible to
pinpoint.

Related to the matter of degree is another distinction mentioned by
modem writers. The interpreter suggests the potential of the literary ex

perience; the actor fulfills that potential. Though the oral interpreter may

be limited, because of physical circumstances, in the degree of physical
responses and characterization, he still has available means to suggest

those responses. Small overt actions are available as well as unlimited
use of covert actions. Both can combine to help communicate meaning

and feeling in his reading. This distinction may seem relatively simple
but beginning interpreters often seem to find it difficult to understand.
Examples may alleviate that difficulty. Louise Scrivner, in A Guide to
Oral Interpretation, supplies one such example. If a character in a play

were to perform the actions of drinking a toast, he would pantomime the
entire action with a real glass. Now the interpreter would have no glass;

neither would he use the full action of the toast: lifting, drinking and

lowering the glass. But the oral reader can suggest the action by raising

his hand slightly—perhaps an inch or two. The toast could then be read;
and then, with another small upward motion of his hand, the interpreter

could imagine the actual situation, and then lower his hand. Those small
movements, plus accompanying facial response, would help the audience
to "join the interpreter in envisioning the full action." P. 120. When
mentioning this distinction, teachers should be prepared to supply other
examples. There are several available in most modem interpretation text
books.

A third distinction, pointed out by Wallace Bacon, is the actor's and
the interpreter's relationship to the audience. The actor puts his scene
on-stage, faces the other actors and performs quite apart from any apparent
awareness of the audience. The interpreter, on the other hand, normally
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faces his audience, speaking in a more direct manner, and places his
scene in their minds. All actions and characterizations should thus be
directed toward the audience, not to the side of them or placed in front
of them. P. 48. This distinction is crucial to oral interpretation. All

writers point to the location of the interpreter's scene as out front, or off
stage.

Since the interpreter's relationship to the audience is different,
certainly, then, the function of the listener watching an interpreter must
be different from the listener watching an actor. Here is a fourth distinction

pointed to by Brooks, Bahn, and Okey. A listener in an oral interpretation

situation, they say, is mainly concerned with the recreation of the suggested
experience, whereas "the listener in the acting experience is primarily
concerned with witnessing the literary experience re-created for him on

stage." P. 43. The importance of this distinction cannot be stressed too
highly since it places a duty upon the observer, critics, or Judge to listen
and to watch more keenly what the student interpreter does.

These, then, are the four primary distinctions used by modem writers
to distinguish oral interpretation from acting. Benefits would surely re
sult from a knowledge and understanding of those distinctions. With such
understanding, teachers and critics could work to consolidate viewpoints

based on the latest interpretation theory. Students would then not think

it necessary to change their manner of reading from one judge to another.
Best of all, perhaps, these students should also have a better grasp
of the art they practice. And surely no teacher can hope for more.
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"A Teacher-Oriented Eclectic Review of Recent Interpersonal
and Small Group Communication Research"
Florence I. Wolff

Department of Communication Arts
University of Dayton

The historical impact of the methodological thrust permeating most
educational courses has been the educator's awareness of developing
"each individual student's potential." With the unrelenting appearance

of interpersonal communication concepts and structures symbolized by
numerous and diversified terms ("relationships," personal growth,

"group dynamics," "marathons" ^M.), speech-communication teachers
are encountering the challenge of redefining, restructuring, and reapply-

ing course objectives in the cognitive, affective, and behavioral domains.
In directing our educative efforts toward developing the student s

potential and thus enhancing his communicative ability to be effectively
rhetorical in our constantly changing society, what trends have evolved

from recent interpersonal communication research that might beneficially
affect course syllabi and performances of "public address-oriented" teach
ers now venturing into the area of interpersonal communication. The pur

pose of this paper is: (1) to review eclectically some 1971-72 teacheroriented interpersonal communication research results published in journals
of communication, and (2) to enumerate the trends noted in this study

that might assist speech-communication educators to initiate and/or to
extend the application of interpersonal communication concepts.
Research Review

A half decade ago, according to Schneider's review of the text.

Interpersonal Communication: A Cross Disciplinary Approach,^ Antioch
College faculty instigated an undergraduate workshop in interpersonal
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communication. This reviewed text, representing a "progress report"

of the semester-long workshop, allocates a period of four weeks to speech

and speaking skills, four weeks to group process skills, and the remain
ing course time to interpersonal exercises, i.e., "t" group, sensitivity
training

While Schneider evaluates the pedagogical skills as ideal,

she remonstrates the course content as being too casual and inconsistent
and "the relative disregard of theory and research as a resource in the
area of interpersonal communication seems unfortunate . . . perhaps one

way of improving the content is through the training of the instructors.

But the mystery of creating cross-disciplinary instructors has been avoided
here."^
In many colleges and universities, the basic speech course is no
longar mandatory; consequently, speech course titles and descriptions
serve as meaningful criteria for students contemplating whether or not

to register for the course. The Mandel and Applebaum study^ indicates
that basic speech courses containing the term "public speaking" in the
title and course description are not as appealing to registering students

as speech courses including the term "communication" in the title and
course description. By questionnaire, students ranked seven randomly
selected courses; the first four rankings include the term "communication":

(1) Oral Communication of Ideas, (2) Communication Skills, (3) Explora
tion in Human Communications, and (4) Communication Theory. The last

three rankings include the term "public speaking/address": (5) Essentials
of Public Speaking, (6) Rhetoric and Public Address, and (7) Public Speak

ing.^ Student selection of course descriptions closely parallels their
selection of course titles with the first three ranking course descriptions

referring to communication and the lowest ranking course descriptions

referring to public speaking/address. An obvious implication of this re
search is that modification of course titles and descriptions in response

to student preferences might increase enrollments in the basic speech
courses.
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For those speech educators cautiously venturing Into the area of Inter

personal communication and for those already llmltedly or greatly Involved,

Zlma's Self-Analysis Inventory^ functions as an effective Instructional
tool and, simultaneously, as a rewarding experience in which students
Improve their ability to give and receive "Interpersonal feedback."
Zlma states that, even though the greatest emphasis still appears to be
primarily directed toward public address courses, the Interest In greater
use of experience-based learning In speech-communication courses has
long been overdue. He recommends that public address should be con
tinued as a part of every student's experience but that students need

more training and classroom experiences In developing their Interpersonal
communication skills with Interpersonal feedback as one of the most essen

tial factors In the achievement of better relationships among people.

Much of Zlma's thinking has been Influenced by sensitivity training and
Its variations (encounter groups, "t" groups, personal growth groups,
communication workshops cuid marathons). He emphasizes that the Idea
that these experiences are completely unstructured Is a false one. "A

'structured' experience could be defined as a game, exercise, or activity
with built-in controls and goals to be completed within a specified time

period. The Self-Analysis Inventory Is an exercise consisting of eight
questions and additional sub-questions and has been used In courses
of public speaking (undergraduate and adult), discussion, honors courses
In communication, graduate seminars In human communication and commuC

nlcatlon for engineering students."

The central theme of Ilardo's essay, "Why Interpersonal Communi

cation?" Is that "teachers of Interpersonal communication are engaged
in the conduct of a sort of therapy which has arisen In response to the

needs resulting from the fact that we are living In an age of transition, an

age of anxiety."^ Actually, Ilardo Identifies this viable therapeutic pat
tern, Integrated within the concept of interpersonal communlcaUon, as

the paramount criteria distinguishing Interpersonal communication from

public speaking. The goals of this form of therapy are personal growth,
the realization of one's potential, and the establishment of meaningful
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human relationships. Such interaction begins the structuring of value

judgements that are reflective of the emerging human values in our age
of transition. "The emphasis on understanding rather than control,
sensitivity rather than influence, interaction rather than one-way commu
nication reveals that interpersonal communication is based on value judgeg

ments very different from those on which rests public speaking,"

He

further contends that public speaking fails to satisfy the needs of the
average person because this approach is mostly based on values now in
transitional stages and on techniques and methods directed toward "tell

ing or controling" others and thereby achieving an image of self-hood—
9

an empty and meaningless goal,

A recent and exciting development in measuring behavior in any

interpersonal communication setting is the McCroskey and Wright Inter
action Behavior Measure (IBM), a thirty-item, seven-step semantic

differential-type instrument that yields data amenable to parametric

statistic analysis. This study^® indicates that there are six observable
dimensions of interaction behavior in small group communication (orien

tation, tension, flexibility, relevance, interest, and verbosity), However,
one limitation must be noted in that some of the above dimensions (partic

ularly interest and tension) may not be measured as effectively in an

audio-taped setting as in a video-taped setting due to the elimination of
many non-verbal stimuli.

Since the appearance of an article on the effect of systematic desensitization (SD) on speech anxiety,

interested speech educators

across the country have made inquiries—"how to do it," The Barrick

study^^ showed that SD was successfully administared by graduate
students with limited psychological backgrounds but with training in

the use of the technique. These graduate students were exposed to a con
centrated dosage (eight hours of the theoretical rationale, the technique,

and the guided practice in the use of SD), The main Instructional point

was the "helping relationship" of the person doing the desensitization (the
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trainer). In the study, trainers were not placed In evaluative roles with
their subjects (Instructors of their subjects in speech classes). At the
conclusion of the study, it was noted that in no case was negative gen

eralization found. For the educator, the initial step is devising a SD

program (when he has no background in counselling the anxious student)
is to search for information and seek the help of college campus coun

selling centers and education and psychology departments where the
technique is used. Most importantly, training trainers is best done

experimentally. Local resources of counselors, psychologists, and al
ready-trained speech educators should serve as training personnel and
as referral sources for unexpected problems.

A highly successful technique for "getting started" in the basic speech
class is small-group induction into the initial speech assignment. The
Wolvin procedure^^ encourages students to prepare an extemporaneous

speech (3-5min.) relating to content in which students can "sound off";
this practice speech is delivared to the speaker's assigned group-audience.
Simultaneously, three or four groups of four, five, or six members each
are auditing their respective group speakers. The results of this small-

group induction to the initial speaking situation are observably beneficial.
Students have expressed their appreciation for the "trial run"; speech

skills developed and improved more rapidly with the alleviation of the
typical initial classroom tension.

For the speech-communication educator interested in knowing the
how" of interpersonal communication in small groups, David S. Wright
14

recommends Personality and Interpersonal Behavior by Robert Freed Bales,

a respected researcher of small group behavior for the past twenty-five

years. Throughout the text is reference to the revised twelve original
categories of the Bales' Interaction Process Analysis (IPA). The three
divisions of the text refer to: (1) ways of analyzing interpersonal behavior,

(2) types of group roles in relation to their value-directions and/or valuepositions in a group member's evaluative space, and (3) an extremely
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valuable appendices for consultation by the small group researcher (Bales

discusses his revisions of the IPA). Gouran's review^^ of this book
closely parallels the Wright review; however, Gouran remonstrates that
individuals who utilize Bales' evaluative techniques need a high degree
of skill and training to make consistently intelligent and reliable judge
ments. He further contends that, while Bales' techniques have practical

applications, their value of interpreting group behavior is comparable
only to the skill of the individuals using them.

Three books presenting introductory and advanced level approaches

to the study of interpersonal communication and a handbook for designing
such a course are reviewed by Charles U. Larson

of Northern Illinois

University. Fundamentals of Interpersonal Communication is an intro

ductory course text that Larson considers satisfactory but not outstanding.
The authors, Glffin and Patton rather briefly emphasize the major elements

in interpersonal communication (perception, context, encoding, decoding
^ al-) explicated and highlighted through familiar examples, cartoons,
and other illustrative material. A notable imbalance exists in explanations

and discussions of the major elements, and teachers using this text would

deem it necessary to supplement the consideration of concepts with ad
ditional reading material. Basic Readings in Interpersonal Communication,
edited by Giffin and Patton, can be used for a course in communication

theory or as a supplementary text for a number of other courses. Larson's
review indicates that this collection of twenty—six essays is not differ
ent from a number of other collections of readings now available; most
of them can be challenged on selection and arrangement. The reviewer

recommends this text without reservation. Larson states that Interpersonal
Communication is not a text but a detailed description of an interpersonal
communication course taught at Antioch College (Schneider's review,

see supra, p. 1). He recommends this book highly to the teacher in
the process of revamping his fundamental course in order to focus on

communication as opposed to the "traditional" emphasis on public speaking.
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Also, Larson contends that this book would be of great value in the
development of an introductory course in interpersonal communication.
The speech—communication texts reviewed above were randomly
selected as were all the research publications included in this paper.

Other recommended interpersonal and small group structured texts might
have been selected for review. A perusal of "New Books in Review,"

in The Quarterly Toumal of Speech^^ revealed that of the forty-five basic
speech-communication texts reviewed, nine (twenty percent) focus on
interpersonal and small group communication. In "Reviews," The Speech
Teacher.

of the thirty-six fundamental speech-communication texts re

viewed, thirteen (approximately thirty-six percent) focus on interpersonal
and small group communication. Some other highly recommended speechcommunication texts are:

Bamlund, DeanC. Interpersonal Communication: Survey and Studies.
Boston, MA: Houghton-Mifflin Co., 1968.

Borden, George A., Richard B. Gregg and Theodore Grove. Speech Behavior
and Human Interaction. Englewood Cliffs, NJ: Prentice-Hall, Inc.,
1969.

Brooks, William D. Speech Communication. Dubuque, lA: Wm. C. Brown
Company Publishers, 1971.

DeVito, Joseph A. Communication: Concepts and Processes. Englewood
Cliffs, NJ, 1971.

Keltner, John W. Interpersonal Speech-Communication: Elements and
Structures. Belmont, CA: Wadsworth Publishing Company, Inc.,
1970.

McCroskey, James C., Carl E. Larson and Mark L. Knapp. An Intro
duction to Interpersonal Communication. Englewood Cliffs, NJ:
Prentice-Hall, Inc., 1971.
Genereil Analysis and Conclusions

From this eclectic review of selected and recently performed inter

personal and small group research, some reasonable conclusions have
surfaced that speech-communication educators may regard as viable
and beneficial constructs in restructuring courses geared to develop
the student's rhetorical potential essential in this age of transition.

1. Traditionally, rhetoricians have categorized interpersonal communicaUon and public speaking as two distinct areas; however, contemporary
academicians and researchers tend to agree that these two seemly dis
tinct areas are not mutually exclusive of each other.
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2. An expected impact of the descriptive phrase "not mutually ex
clusive of each other" may induce speech-communication educators and
administrators to assume their respective responsibilities, more adamantly,

of guaranteeing students a basic course including experience-based
interpersonal communication and public speaking fundamentals.
3. Even though the term "public speaking" is included in the major

ity of college and university basic speech course titles and composite
descriptions, this term has the least appeal to students.
4. Since interpersonal and small group communication is no longer
considered a "fad," and "is here to stay," speech-communication edu
cators must assume the responsibility of acquiring knowledge of the theory
and research and, additionally, seek cross-disciplinary assistance from
other departments on campus (education, psychology, and counselling
centers) in order to become qualified and successful teachers.
5. Through earnest research endeavors of renowned communicologists, effective interpersonal exercises, valid measuring instruments,
and fundamentally sound texts have been developed. These instructional
tools can be of great assistance to the teacher who plans to completely
revamp his course structure in the direction of interpersonal communication
concepts and, also, to the teacher who plans to merely modify certain
interpersonal communication course formats.

' _i
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FOOTNOTES

llames C. McCroskey (ed.), "Reviews," The Speech Teacher, XX
(March, 1971), 154. A review by Margaret I Schneider, Interpersonal
Communication; A Cross Disciplinary Approach by Arthur Solomon with

Steven Perry and Robert Devine (Springflleld, Illinois: Charles C. Thomas,
1970), pp. v-108.

^Ibid., p. 154.
3jerry E. Mandel and Ronald L. Applebaum, "An Investigation of
Student Preferences: Basic Speech Course Titles and Descriptions, The
Speech Teacher, XX (March, 1971), 146-148.

4lbid., p. 147.

Sjoseph P. Zima, "Self-Analysis Inventory: An Interpersonal Commu
nication Exercise," The Speech Teacher, XX (March, 1971), 108-115.
Sibid., 109.

7james A. Ilardo, "Why Interpersonal Communication?" The Speech
Teacher, XXI (January, 1972), p. 5.

^Ibid., p. 6.
^Ibid., p. .

^°James C. McCroskey and David W. Wright, "The Development of
an Instrument for Measuring Interaction Behavior in Small Groups,"
Speech Monographs, XXXVTI(November, 1971), 335-341.

^^James C. McCroskey, David C. Ralph and James E. Barrick, "The
Effect of Systematic Desensitization on Speech Anxiety," Speech Teacher,
XK (January, 19 70), 32-36.

^^James E. Barrick, "A Cautionary Note on the Use of Systematic De
sensitization," S2eech_TeachOT, XX (November, 1971), 280.
ISAndrew D. Wolvin and Darlyn R. Wolvin, "Small-Group Induction

to the Initial Speech," The Speech Teacher,XX (November, 1971), 286.

l^James C. McCroskey (ed.), "Reviews," The Speech Teacher, XXI
(March, 1972), 147. A review by David W. Wright, Personality and
Interpersonal Behavior by Robert Freed Bales (New York: Holt, Rinehart
and Winston, Inc., 1970), pp. xiv-561.

l^David M. Berg (ed.), "New Books in Review," Quarterly Journal
of Speech, LVI (April, 1970), 229, 230. A review by Dennis S. Gouran,
ibid.

^^David M. Berg (ed.), "New Books in Review," Quarterly Journal
of Speech, LVII (April, 1971) 256, 257. A review by Charles U. Larson:
Fundamentals of Interpersonal Communication by Kim Giffin and Bobby
R. Patton (New York: Harper and Row, 1971), pp. xii-229; Basic Readings
in Interpersonal Communication, ed. by ibid.; Interpersonal Communication:
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A Cross-Disciplinary Approach by Arthur Solomon (Springfield, XL: Charles
C. Thomas, 1970), pp. vii-109.

^''porthis analysis, the 1971 publications (iH, 112, 113, and 114) and
the 1972 publications (#1 and #2) were used.

^®Ibid.

I
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SPEECH ASSOCIATION OF MINNESOTA
CONSTITUTICN AND BY-LAWS

(revised October 27, 1973)
CONSTITUTION

. ARTICLE I:

1.

NAME

The name of the organization shall be the Speech Association of Minnesota,

ARTICLE II:

PURPOSE

1. The purpose of the Speech Association of Minnesota shall be to unite those persons
in Minnesota with an academic or professional interest in all disciplines of speech,

for the promotion of their mutual interests and the advancement of their common
field,

2, The Association, a not-for-profit organization, exists for educational, scientific,
and literary purposes only. No part of the organization's net revenues, if any,
may be used for the private benefit of any individual or group,
ARTICLE III:

MEMBERSHIP

1, Membership is open to any person or agency interested in the purpose of the
organization.
ARTICLE IV:

OFFICERS

1, The officers of the Speech Association of Minnesota shall be President, Vice
President, Secretary, and Treasurer,

2,

All officers of the Association excluding the President shall be elected for a

term of two years at the annual business meeting in the even numbered years,
3,

Candidates for the office of Vice President shall be chosen alternately from

K-12 schools and colleges. The Vice President shall succeed to the office of
President for a two year term,

4, The Secretary and the Treasurer of the Association are eligible for re-election,
5, In the event an officer is unable to perform the assigned duties, the officer

shall be replaced by an individual selected by the Executive Council to complete
the unfinished term of office except in the case of the President; then the Vice
President shall succeed,

6, The procedure for the nomination and election of officers and the duties of the
officers shall be specified in the By-Laws,
ARTICLE V:

EXECUTIVE COUNCIL

1, The Executive Council shall be composed of the officers of the Association, the

immediate past President, and the Editors of any publications of the Association,
In addition, non-voting representatives may be invited to attend meetings of the
Executive Council,

2, Should a person resign from a position on the Executive Council, the Executive
Council shall appoint a successor,

3, The Executive Council shall meet at least twice a year to transact such business

as may be desired. Necessary expenses incurred by those in official attendance
may be paid by the Association.

4, The Executive Council shall be responsible for carrying out the work of the
Association and shall exercise the authority allocated to it by tbe Articles
of the Constitution and the By-Laws.

ARTICLE VI:

BOARD OF GOVERNORS

1. The membership of the Board of Governors of the Speech Association of Minnesota
shall be the Executive Council of the Association; one representative from each
of these areas of the State of Minnesota: Southeast, Northeast, Northwest,

Minneapolis, St. Paul, West Central, and North Central; one representative for
the colleges and universities; and one representative for the community and

junior colleges of the state. The areas of the state are described in Appendix
A.

2. The representatives shall be appointed by the Executive Council. Four of the

representatives shall represent these areas of interest: elementary and/or
junior high schools, theatre, debate and/or public address, and the Speech
Advisory Council of the Minnesota State High School League. The remaining
members of the Board shall represent a mixture of teaching levels, speech

disciplines, sexes, ages, and academic institutions. A Board term is two
years and subject to reappointment.
3.

The Board of Governors shall meet at least once a year.

4. The Board shall be called together by the President; any two other members of the
Executive Council; or at the request of four members of the Board.
5.

The members of the Board of Governors shall serve without payment, but at such
times as the amount in the treasury shall permit it, a flat amount shall be paid

each member for expenses to meetings of the Board or an amount shall be paid
for mileage to and from said meetings. The members of the Board shall be reim
bursed for money paid in postage and mailing to the membership for which they
have responsibility.

6.

Should a person resign from the Board of Governors, the Executive Council shall
appoint a successor. If a member of the Board moves from the area of represent
ation, the Executive Council shall appoint a new Board member from that area.

7.

The Board of Governors shall carry out the duties of the Association allocated
to it by the Articles of the Constitution and the By-Laws.

ARTICLE VII:

COMMITTEES

1.

There shall be a nominating committee of five members appointed by the Executive
Council. The chairperson shall be a member of the Board of Governors.

2.

Other committees shall be established by the President, the Executive Council,
or the Board of Governors as the need arises.

The tenure of appointed committees

and chairpersons shall coincide with that of the President and may be subject to
reappointment.
ARTICLE VIII:

DELEGATES AND REPRESENTATIVES

1. The Speech Association of Minnesota is allowed two members on the Advisory
Committee of the Central States Speech Association. The President and the
immediate past President or their appointed substitutes shall act in this
capacity.

2. The Association is allowed one representative on the Board of Directors of the
Minnesota State High School League for a one year term beginning on August 1 of
even numbered years. This representative must be from a member school of the

High School League. The President of the Association will be the designated
representative to the High School League Board of Directors. If the President
is not from a member school of the High School League, the Executive Council
will appoint a substitute representative from the Executive Council.

3.

The Association is allowed one representative on the Representative Assembly of
the Minnesota State High School League for a two year term beginning August 1
of odd numbered years. This representative must be from a member school of the
High School League. To fill this term, the Executive Council will appoint a
secondary school person from the Association membership who is familiar with the
High School League and its drama, debate, and speech activities program.

A.

The President, or a substitute chosen by the President, shall represent this
Association officially whenever any other organization requests the presence
of a delegate from the Association.

ARTICLE IX;

AFFILIATION WITH RELATED ORGANIZATIONS

1. The Association may be affiliated with other organizations upon recommendation
by the Executive Council and approved by a majority vote of the members present
and voting at any general or special meeting of the Association.

a
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ARTICLE X:

w'

PUBLICATIONS

1, When financially feasible, the Executive Council shall have authority to publish
one or more issues of a newsletter and/or journal annually.

2.

The Editors appointed by the Executive Council shall have the authority to select
such assistants as deemed necessary.

3.

The tenure of Editors shall coincide with that of the President and they may be
reappointed.

4.

The Association shall publish a directory of members every November of even
numbered years including a copy of the Constitution and By-Laws.

ARTICLE XI:

1.

AMENDMENTS

A proposed amendment to the Constitution may be initiated by any member of the
Association submitting the desired amendment in writing to the Secretary or
President for transmission to the Board of Governors prior to the next business

\

•

meeting of the Association.

2.

•

Amendments shall be presented to the membership with a recommendation of the Board
of Governors either at the next business meeting or by mail as the Board of
Governors shall deem expedient and necessary.

a
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3. The proposed amendment shall be considered adopted when two-thirds of the members
present and voting at a business meeting of the Association shall have voted
for the amendment or when a majority of those responding by a mail ballot have
voted.

4.

Unless otherwise provided, an amendment takes effect immediately following its
adoption.

BY LAWS

ARTICLE I:

MEMBERSHIP

1.

There shall be three types of membership; basic, student, and honorary.

2.

Basic members who have paid the basic membership dues shall have voting privileges,
shall be eligible to hold office, shall receive any publications of the Association,

^

and may exercise such other privileges as may be authorized by the Executive
Council.

3.

*

^

Student members shall consist of all full-time graduate, undergraduate, and

secondary school students wishing to secure the benefits of membership and who

have paid the student membership dues. Student members shall enjoy all priv
ileges except those of holding offices.

4. The Executive Council may elect persons to honorary membership. Members elected
to this type of membership shall hold the position for life, shall have all the

privileges of basic members, and shall not be required to pay dues or conference
fees.

5. The membership year shall be from November 1 of any given year through October 31
of the succeeding year.

ARTICLE II:

DUES AND FEES

1. Annual dues for various types of membership shall be established by the Board
of Governors.

2. When necessary, the Board of Governors shall establish a conference fee to be
paid by each member or non-member who attends the annual conference.
ARTICLE III: NOMINATIONS AND ELECTIONS

1.
2.

a

* -C

Not later than June 1 of the even numbered years the Executive Council shall
appoint a nominating committee.

^

A slate of officers shall be presented by the nominating committee with at least

two persons nominated for each of the following officers: Vice President,
Secretary, and Treasurer. All nominees should have a record of active membership
and participation in the Speech Association of Minnesota. Additional nominations
may be made from the floor.

3. Voting for officers shall be done by secret ballot. The ballot shall be prepared
by the nominating committee with extra space for the write-in of any names
proposed by nominations from the floor.
4.

All officers shall be elected by a majority vote.

ARTICLE IV:

DUTIES OF OFFICERS

1. The President shall preside at all meetings of the Speech Association of
Minnesota, the Executive Council, and the Board of Governors. The President
will assume responsibility for the normal activities of the organization and
shall see that the policies set by the Executive Council and Board of Governors
are followed and the program of the organization Is carried out. The President
shall be the official representative of the Association at meetings of other

/
a
•

related organizations.
•

2. The Vice President shall take the place of the President at any time that officer

^

Is unable to act. The Vice President will aid the President and local arrange
ments chairperson In the planning of the annual conference program.

3. The Secretary shall keep a record of the minutes of all meetings of the Speech
Association of Minnesota, the Executive Council, and the Board of Governors.

The Secretary shall aid Editors with mailings at such times as directed by the
Executive Council. The Secretary shall conduct any mall ballots authorized by
the Association.

4. The Treasurer shall collect dues and fees, pay bills of the organization, and

keep a record of the same; shall prepare and present an annual report; shall
deposit the money In a reliable bank; and at the end of the term of office,
shall see that the Association funds are transferred promptly to the bank
Indicated by the successor.

5. Each officer shall pass on to new officers the records of that office so that

the new officer may be oriented to previous activity of the office.
ARTICLE V:

DUTIES OF THE EXECUTIVE COUNCIL

1. It shall be the duty of the Executive Council to act In policy matters on such

occasions when time does not permit at meetings of the Board of Governors; to
have powers of Interim action on matters of urgency which cannot be held over
until the next business meeting of the Association; to approve expenditures that
are made In the course of conducting the business of the Association; to appoint
an Editor of a newsletter and an Editor of a State Speech Journal; to appoint

the necessary representatives to the Minnesota State High School League; to dis
cuss and approve plans for the fall conferences; and to perform any other duties
declared In the Constitution and By-Laws.
ARTICLE VI:

^

DUTIES OF THE BOARD OF GOVERNORS

1. It shall be the duty of the Board of Governors to promote membership In the
Association and encourage attendance at Its meetings; to serve as liaison from
the membership of their respective areas to the Speech Association of Minnesota;
to set the place and time of regular meetings of the Speech Association of
Minnesota; to serve In an advisory capacity In program planning and In considering

*

^

projects for the Association; to aid the Executive Council in planning matters
of proposals which should be placed on the agenda for the regular business
meeting of the organization; and to consider and recommend to the Association
action concerning proposed amendments.
ARTICLE VII:

1.

MEETINGS

The regular annual program and business meeting shall be held at the time and
place set by the Board of Governors.

2.

The President of the Association may call special meetings of the Association

as necessary upon adequate notice to all members. Special meetings may also
be called by three other members of the Executive Council or by a request of
two-thirds of the members of the Board of Governors.

ARTICLE VIII:

I.

QUORUM

A quorum shall consist of either a two-thirds majority of the membership reg
istered for the current conference, or twenty-five members of the Association
whichever number is smaller.

ARTICLE IX:

1.

PARLIAMENTARY AUTHORITY

The authority in all questions concerning parliamentary procedure shall be the
current edition of Robert's Rules of Order. Revised unless specified otherwise
by this Constitution and By-Laws.

\

ARTICLE X:

AMENDMENTS TO THE BY-LAWS

\

1.

*

An amendment to the By-Laws may be initiated by any member of the Board of

Governors or by petition of ten members of the Association to the Board of
Governors.

»

2.

An amendment to the By-Laws shall be adopted by a two-thirds vote of the Board of
Governors.

3.

J

An amendment to the By-Laws requested by petition and declined by the Board of

Governors may be appealed to the members of the Association as the annual business
meeting.

APPENDIX A - STATE AREAS OF THE SPEECH ASSOCIATION OF MINNESOTA
Northwest

On or north of highway #27
On or west of highway #71
Northeast

On or above highways #2 and #210
East of highways #71 and #169

\

■vu
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North Central

North of highway #8
North of highway #52
East of highway #71
South of highways' #2 and y/210
West of highway #169
West Central

rVv\

roA y,

North of highway #19
South of highways #27 and #52
West of highways #25 and #169
(but including Watertown)
Minneapolis

On or south of highways #52 and #10
West of highway #8
West of St, Paul boundary line

West of highway #65
North of highways #19 and #13
St. Paul

South and east of highway #8 (including towns on highway)
East of Minneapolis boundary line
East of highways #13 and #65
North of highway #19
Southwest

On or south of highway #19
West of highway #169 (including Mankato)
Southeast

On or south of highway #19
On or east of highway #169 (excluding Mankato)
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